Introduction
In a massified university environment with increasingly diverse student cohorts, academics continue to be challenged to develop pedagogies that deliver high-quality graduate outcomes. Graduates need to be not only 'job ready' but also prepared for the challenges of meeting changing community demands, dynamic labour markets and jobs in the future that are as yet unknown (Hajkowicz et al., 2016; Price & Whiteside, 2016) . Graduate employability and skills are embedded as key quality indicators by which Australian Universities are assessed and ranked (Department of Education and Training, 2018) . This is within an environment where Australia's public investment in higher education as a share of GDP has been overtaken by a number of countries in recent years (Organisation for Economic Co-operation and Development, 2018). With a growing demand for health professionals (Price & Whiteside) , where minimum, mandatory practice education hours are integral to health education programmes, universities are under considerable pressure to ensure students are well prepared through high-quality programmes that are also efficient and cost effective.
Australian occupational therapy education programmes have grown substantially in recent years, with entry-level degree programmes increasing from 10 in 2003 (McKinstry & Fortune, 2014 to 21 universities offering either Bachelor and/or entry-level Masters programmes in 2016 (Australian Health Practitioner Regulation Agency (AHPRA) (2017) . The number of students has increased from just over 1,200 students in 2006 (R. Allen, Occupational Therapy Council (Australia & New Zealand) Ltd, 2013, http:// otcouncil.com.au/, personal communication) to 7922 in /2016 (AHPRA, 2017 , all of whom require a minimum of 1000 hours of practice education across a range of practice settings if their course has been or will be accredited by the World Federation of Occupational Therapists (World Federation of Occupational Therapists, 2016) . Although the minimum practice hours are clearly established, the interpretation of these hours and the way in which they are delivered and the student supports and services to promote practice education performance, is somewhat at the discretion of education programmes. Innovations in this area are long overdue.
Thus, "The Australian occupational therapy community is at a critical juncture regarding how best to meet the practice education needs of spiralling student numbers" (Gustafsson, Brown, McKinstry & Caine, 2016, p. 3) . Students now pay substantial fees for their education, many health and human services charge fees for educational institutions to place students and there are associated costs to agencies who take students. These all contribute to economic imperatives that drive the need to ensure student preparedness and to utilise these increasingly stretched resources in an efficient and cost-effective manner. Student failure of practice education is a risk that needs to be managed by both educational providers and agencies so it is imperative that educational institutions deliver students to the workplace who as much as possible are 'placement ready'. Furthermore, professional associations, regulatory authorities, employers and the community in general are also stakeholders in the professional education of occupational therapists (Gray et al., 2012; Hamilton et al., 2015) and therefore it is in the interests of many that preparation for placement is done well.
Concerns continue to be raised about students who perform poorly or who fail practice education (NicolaRichmond, Butterworth & Hitch, 2016) . In a study in the USA, Knecht-Sabres (2013) argues that many occupational therapy students feel inadequately prepared for practice education and that academic programmes need to offer increased opportunities for experiential learning. Typically, occupational therapy education programmes provide a series of scaffolded, authentic learning opportunities designed to teach and assess key clinical competencies that contribute to students' preparedness and safety for practice education. However, anecdotal experience suggests that this is not always a direct indicator of students' ability to perform during practice education. What else can be done to promote student preparedness? What pre-placement interventions contribute to readiness for placement, what sort of interventions respond to the increasingly diverse student cohorts and what proven educational interventions are likely to have the most impact? Dawson, van der Meer, Skalicky and Cowley (2014) reported there was a need for "interventions to support greater bodies of more diverse students at financially constrained tertiary institutions" (p. 612). A number of authors have identified the value of peer learning (Gustafsson et al., 2016; Martin & Edwards, 1998; Price & Whiteside, 2016; Sevenhuysen, Nickson, Farlie, Raitman & Keating, 2013; Tai, Haines, Canny & Molloy, 2014) and this study explores whether peer assisted learning models can be applied to preparing students for practice education.
Peer assisted learning
Peer learning has long been demonstrated to facilitate student engagement and improved learning outcomes for students (Dawson et al., 2014) , particularly in health disciplines (Ross & Cameron, 2007; Williams, Fellows, Eastwood & Wallis, 2014) . Based on a model originally developed in 1973 at the University of Missouri-Kansas City (da Silva & Auburn, 2009), definitions of Peer Assisted Learning (PAL) vary across disciplines and countries (Ross & Cameron) with the term Supplemental Instruction commonly used in the USA (Hammond, Bithell, Jones & Bidgood, 2010) , whereas Peer Assisted Study Sessions (PASS) is used in Australasian universities (Cusick, Camer, Stamenkovic & Zaccagnini, 2015; Sole et al., 2012; University of Wollongong, 2018) . Williams et al. (2014) detailed the essential elements of PAL as "peers are people from similar social groups who learn from and teach each other. Second, the peers providing help are not professional teachers or 'experts'. Third, both parties benefit from participation, with some being assisted with their learning and some learning by teaching" (p. 82). PASS programmes typically involve students working together with guidance from student leaders "to clarify misunderstandings of course content, to review material, and gain useful insights from other students" (da Silva & Auburn, 2009, p. 2) . PAL is also differentiated from other peer learning activities because of its explicit teaching by student leaders and does not include sessions that are led by expert or professional teachers (Ross & Cameron, 2007) . These student leaders are generally 'close in experience' to the student groups © 2018 Occupational Therapy Australia PASS FOR PLACEMENT they facilitate (Sole et al., 2012, p. 42) , although not necessarily the same year level, and are generally selected on the basis of having excelled in that subject previously (Huang, Pepper, Cortese & Rogan, 2013) . Attendance is generally voluntary, although some programmes have elected to embed mandatory elements (Longfellow, May, Burke & Marks-Maran, 2008) . PASS programmes generally target subjects that are perceived to be difficult or 'high risk', rather than targeting students perceived to be 'at risk' (Dawson et al., 2014; Hodges & White, 2001 ). However, this remediation approach has been questioned, and the overall philosophy of PASS is to promote the learning of all students (Huang et al.; Kimmins, 2013; Wingate, 2006) . Empirical, international research over 40 years provides evidence of the effectiveness of PAL, including higher mean grades, improved pass rates, better student engagement and increased student retention and graduation rates (Dawson et al., 2014) . Outcomes for student leaders have included the development of leadership skills (Kimmins, 2013; Skalicky & Caney, 2010) as well as increased confidence and skills in knowledge synthesis and articulation, and critical thinking (Ross & Cameron, 2007; Skalicky & Caney, 2010) .
Although it is recognised that students who perform satisfactorily academically may not perform satisfactorily in practice education, the challenge is how to bridge this gap between the academic and workplace-based learning environments. Based on the evidence base for PAL, the occupational therapy programme at Deakin University, in collaboration with student support staff, applied PASS, a proven education strategy, in the arena of practice education. PASS programmes are historically subject specific, although Cusick et al. (2015) describe its use to promote the development of research skills and professional identity in an Honours programme. However, the application of PASS to the promotion of practice education skills is a new and innovative application of this intervention not only in occupational therapy but has not previously been reported in the literature in relation to preparing students for work-integrated learning across any discipline.
In response to calls for more research evaluating the effectiveness of PASS programmes beyond the outcome of academic achievement (Dawson et al., 2014) , the application of PASS as a preparation for placement intervention is a unique approach. The aims of this study were to explore the experiences of participating students, including their perception of its impact on learning and preparation for practice education.
Method
This study utilised a qualitative research design based on a phenomenological approach, exploring the personal lived experience of students and leaders through individual semi-structured interviews. It was approved by Deakin University Human Ethics Advisory Group (No. 100_2014).
Study setting
The Geelong, Victoria campus of Deakin University, offers a four-year undergraduate occupational therapy programme. There are currently in excess of 400 students enrolled and students undertake placements across all four years of study.
PASS for placement
Deakin University has an active PASS programme across all its campuses and PASS for Placement arose out of collaborative discussions between key stakeholders of the Deakin PASS programme and academic staff in the Bachelor of Occupational Therapy. This was at a time when student performance in practice education was increasingly highlighted as a resource intense issue (in a time of increasing enrolments) and where a small number of students were requiring intensive support while on placement. These students were not always those who previously had a poor academic record and anecdotally academic staff reported that they were often students for whom a health issue that had previously not been flagged or reported, appeared to only emerge as the pressures of placement became apparent, as highlighted by NicolaRichmond et al. (2016) . It was determined that a PASS approach could be used in a novel and innovative manner to help promote the preparedness of students across all year levels, to undertake practice education. The relevant School within which the Bachelor of Occupational Therapy sits, provided funding for the payment of student leaders. Although this cohort of students would typically not be considered as high risk in terms of academic progression and therefore the application of PASS, it was acknowledged that placement costs and performance are an area of high risk for both students and programmes and thus funding PASS for Placement was a unique and ground-breaking way of tackling this issue.
PASS for Placement provides opportunities for occupational therapy students in all year levels to develop their preparedness for practice education, supplementing core and existing teaching activities. It is not designed to address increasing staff-student ratios, or is it specifically for 'at risk' students (Gustafsson et al., 2016; Hammond et al., 2010) . Unlike PASS programmes previously reported by other health disciplines (Hammond et al.; Ross & Cameron, 2007; Secomb, 2008; Sole et al., 2012; Williams et al., 2014) , PASS for Placement is not subject specific.
PASS for Placement was offered over a six-week period in trimesters one and two for one and a half hours per week and there was no limit to the number of sessions that students could attend. To encourage participation, it was embedded as one option for an assessment task for second year students with those specific students needing to attend a minimum of three sessions to undertake the assessment task; however, attendance was not mandatory for subject completion as alternate assessment tasks were available. Expressions of interest were sought from third-and fourth-year students by the occupational therapy academic and these were forwarded to the Deakin PASS coordinator for interviewing, from which two student leaders were selected. One third and one fourth year student were selected based on their ability to critically reflect on previous practice education experience and their personal skills and attributes enabling them to share their learning with others, rather than on necessarily being identified as previous high achievers in relation to practice education.
Student leaders received training from the university PASS Coordinator. This included the standardised PASS training that all Deakin student leaders received, as well as some individual time from the PASS coordinator preparing them for this new approach to PASS. This was possible due to the close collaboration between the PASS coordinator and the occupational therapy academic. Student leaders were paid for their training time, time spent delivering the programme and preparation time. The leaders were supported by the university PASS Coordinator and by the occupational therapy academic who assisted with room bookings, promotion and advertising. The academic met the student leaders on a weekly basis to explore proposed session plans and provide necessary materials as requested. In contrast with the programme described by Williams et al. (2014) offered to paramedic students, the academic did not attend or involve themselves in the PASS sessions. All sessions were delivered by the student leaders and were informed by the expressed desires of PASS for Placement participants. The topics covered were primarily student generated and included: introducing the role of occupational therapy; aspects of professional behaviour; information gathering through interview and file review (using simulated files); dealing with challenging circumstances and other practical clinical skills using role play and small group discussions.
Recruitment
Recruitment occurred at the conclusion of PASS for Placement for both Trimester One and Trimester Two in 2014. A member of the research team, who was the coordinator of the programme, had previously been provided with the sign-up sheets for each session. Students who had attended or led a minimum of two sessions in either of the two iterations of the programme were invited to participate via an email from a research assistant who was not associated with PASS for Placement. The email provided details of the nature of participation, and a copy of the plain language statement and consent forms. The identity of the two PASS programme leaders was already known to the research team, and they were also invited to participate in this study.
Data collection
Two separate interview schedules were developed; one for participants and one for student leaders which also collected basic demographic information. Consenting participants took part in a one-to-one interview with the research assistant, which was recorded and transcribed verbatim. The interviews were all face to face and at the participant's convenience.
Data analysis
All data were subjected to content analysis as described by Vaismoradi, Turunen and Bondas (2013) in order to elicit themes. Two members of the research team read the interview transcripts several times to familiarise themselves with their content. Themes were then derived directly from the text, with the frequency of comments noted. These themes were independently grouped into similar responses and categorised under themes. The two researchers then compared their findings and areas of difference were discussed and resolved. The findings were then written up, using a combination of narrative description of themes and direct quotes from participants for illustration.
To ensure trustworthiness of the data, each transcript was independently read in its entirety several times by both researchers to enable immersion in the data. Each transcript was coded separately and the codes were then clustered into themes. The themes were not predetermined and emerged based on the frequency within the transcripts.
Multiple strategies were used to ensure the trustworthiness of the findings. The Rosalind Franklin Qualitative Research Appraisal Instrument (RF-QRA) (Henderson & Rheault, 2004) was used to benchmark the study's credibility, transferability, dependability and confirmability. The study's credibility was supported by the use of multiple coders that enabled triangulation between individual interpreters of the data (Rubin & Bellamy, 2012) . Efforts have been made to provide a detailed description of both the setting and participants, to place the study within its context. Dependability of the study has been supported by this detailed description of the method, whereas its confirmability was enabled by regular meetings and liaison between members of the research team, which provided peer review and opportunities to critically analyse the findings. rate). Of those 15 students, 13 were participants in PASS for Placement and two were student leaders. Of the 13 students who attended PASS for Placement, 11 were female and 2 were male students (this corresponds to a predominantly female enrolment), whereas 7 (54%) were in their first year of study, 4 (31%) were in second year and 2 (15%) were in third year. Of the 13 participants, the age range was 19-42 years with a mean age of 26.5 years. The two student leaders were from third and fourth year respectively; both were female and both were 22 years old. Of the 15 study participants, all students were domestic students with the exception of one student who was enrolled as an international student.
Seven key themes emerged from the data: the provision of a safe environment for learning; the opportunity for skill development; student leaders being one of us; contributing to a sense of feeling connected; student centred and student led; the impact of different motivations for attending; and the value of learning through leading.
Themes

A safe environment
Participants reported that PASS for Placement felt like a safe environment, where they felt comfortable to share their experiences and talk openly among their colleagues, in comparison to formal academic learning environments.
(It was) more comfortable because it's students and they know what you've been through because in tutorials you're meant to be able to ask questions but you always feel dumb when you ask one and you feel judged but if it's a student they know what's going through your head and even if it is a stupid question, they would just answer it.
It was a safe environment and for someone like me . . . I can be a bit timid and I don't want to stand out from the crowd and those sorts of things and definitely I found it was a very, very safe environment which was a big plus for me.
One student talked about how student leaders promoted that safe environment.
I never thought once, I'm just a first year or that I owed them any more respect because they (the student leaders) were senior students and that's what I mean about a safe environment . . . they had that from the absolute outset and they were always open and honest, they bared their soul as well . . . they were vulnerable in that environment as well and that's what I mean when I say a safe environment.
Student leaders also aimed to provide a relaxed environment in both their approach and choice of location and seating. Participants acknowledged the value of this approach.
The peer led stuff is a lot more relaxed and informal and people were generally willing to participate. Lectures and tutes, it's always the same few people who are always speaking out but this one everybody jumped in and had a go and was willing to contribute so that was good.
It was nice not to have the pressure of (teaching) staff hanging around because if there was a staff member there you'd be waiting for them to direct and lead whereas with students you'd jump in to help them out, you don't want to leave them (the student leaders) hanging.
Skill development
Participants valued the skills that they perceived they developed, but also reported that it validated and reinforced their existing skills.
I mostly went to talk with other students and to maybe pick up on some different skills and things that maybe I hadn't had an opportunity to do on placement.
Being able to explain to a lay person the role of an occupational therapist. I feel I can walk in now and just do it now without trying to figure it out, so that's good.
It has made me more confident about the skills that I already had like interviewing. That was a big one.
One of us
Participants reported that they liked that the student leaders had 'already been there and done it' and that this made them feel more comfortable and helped their learning.
I think because they were 3rd and 4th year students they've recently been on placement . . . they're kind of currently experiencing that so they had lots of stories and anecdotes about a couple of things that had happened and what you can expect and also we could relate because they'd just been through the course, so we talked about all the different units you had to do because they've just experienced what we're going to. You relate to it more. I thought it was a great opportunity to learn from people who had already been there and done it and that if they're willing to pass on their learnings that they've had from being on placement then whatever skills I can learn from them is worthwhile doing.
Feeling connected
The relaxed atmosphere of this group also promoted a sense of connectedness and social inclusion within the course. Students particularly talked about the benefits of meeting other students from other year levels.
You spend so much of your university course with the same people; it's nice to meet others who are where you were last year or where you are heading in terms of skill level and everything.
I was on placement while attending PASS, you don't get a lot of connection with the university . . . then coming into the PASS sessions and being able to talk about it with other students just made me feel a lot more connected with what I was going through at the time.
Student centred and student led
A central aspect identified was the student-centred and student-led nature of the teaching and activities. This seemed to enhance the perceived relevance of the programme to the experiences of the students, and provided an impetus for ongoing attendance.
They (the student leaders) were heavily guided by us saying well this is what we're nervous about or haven't had much exposure to, could we do more of that, they definitely let us drive it . . . this was definitely students helping students.
Even though it was an informal environment led by students it was still really focused on the goals for that session and we really did do that, stuck to the program but at the same time flexible so if something came up that everyone was interested in, we'd go down that path as well so it was good.
Different motivations
Students who attended included those who attended entirely out of choice as well as second year students who had chosen to attend as an optional assessment task and although this was not mandatory, these students had a different motivation for attending. The students attending as part of assessment seemed not as committed as those who attended voluntarily and some reported their lack of engagement detracted from the experience. I think they (2nd year students) had to be there so I think their attitude was a bit different to us who wanted to be there.
There were some second year students . . . and for my mind they were not participating . . . I don't feel like they mixed . . . it was almost like someone told them they had to go, maybe they did have to go, I don't know because they didn't speak to us so I don't know what their deal for going was but that was a bit of a downer.
And you know what, they'd just turn up when they liked, so we started at 4, and all us 1st years were sitting with our bums on the seat well before 4 o'clock and those guys would roll in whenever they liked and then they would leave and you'd say 'oh, they're leaving', they wouldn't say goodbye, they'd just leave. . ..
Learning through leading
The student leaders experienced benefits from undertaking this role, particularly around increased confidence, development of leadership skills and an increased capacity to enable the engagement of others.
I've never been a very good leader, I've never lead anything . . . (but) I guess I thought it would be a good chance to give some of my experience about placement and when they said it's not like you're teaching them, it's more like you're making them more aware and initiating discussions. I thought that's doable and I felt since my last placement confident in doing it and there's been some good skills I've learnt for myself, like leadership skills.
I'm normally pretty confident, I've never been shy but it's helped me not to say everything and pull back a little and let students say what they're thinking.
Student leaders also reported that they experienced a growing appreciation of their existing skills alongside recognition of new skills.
I'm probably surprised how much I've picked up over the years on placement . . . you don't think they're anything special until you're talking to people and then you're like, well actually I did learn something. I think you realise more when you say it to people, you realise you've had a few experiences and they've been good. . . . It's pretty nice when you hear yourself talk about it, and your like "whoa, that doesn't sound like me". I knew I would get a lot out of it . . . so it was good to listen to what other people have been through and even just how they might have dealt with different things, and you'd go 'oh I'd never have thought of that' so that surprised me.
PASS for Placement also served as a motivation for one participant to aspire to become a student leader in the future.
. . .hopefully when I am in my 3rd or 4th year, I'd be lucky enough for someone to say they needed someone to help with PASS because I'd go and help because I really think it's fantastic.
Discussion
This study highlights the key experiences and outcomes for students and student leaders who participated in PASS for Placement. Although the focus of this programme is different from other PASS programmes reported in the literature, similar findings to those found in previous studies emerged. Tai et al. (2014) and Sole et al. (2012) reported the benefits of students rehearsing skills with their peers in a safe, informal environment where they did not feel judged. An analysis of PASS literature by Dawson et al. (2014) highlighted its value in enhancing the social relationships of students, similar to that reported by participants in this study. Although the intent of PASS is not explicitly to expand students' social experiences, such an outcome is recognised as contributing to the overall student experience, an aspect of higher education that is highly valued in today's universities (Devlin & Larkin, 2013) .
Although students were overwhelmingly positive about PASS for Placement, negative perceptions emerged about the engagement of second year students who were seen to be attending 'because they had to'. Whereas some PASS programmes have attempted to build in a mandatory element (da Silva & Auburn, 2009), the findings of this study do not support such an approach regardless of how tempting it may be to impose mandatory attendance on those students who have previously performed poorly in practice education. This is also in line with findings by Cusick et al. (2015) . Hodges and White (2001) argue that although the intent of PASS programmes is to avoid a "remedial stigma" (p. 2), they also recognise that encouraging and obtaining the participation of high-risk students in these programmes can be problematic and the factors that contribute to poor engagement are complex and require further study.
The findings of this study demonstrated that the student leaders were well accepted and seen as positive role models who were 'close in experience' and 'one of us', which reflects previous findings around PASS leaders being readily accepted and perceived as positive role models (da Silva & Auburn, 2009) . Similarly to Tai et al. (2014) , the benefits of 'teaching is to learn twice' (p. 66) were evident in this study. Student leaders reported that having to verbalise and teach specific content to their peers, facilitated not only their confidence and leadership skills (similar to McPhail, Despotovic & Fisher, 2012) but also their own understanding and reflective capacity around content or practices. The ability to reflect is essential to the development of competent health practitioners (Larkin & P epin, 2013) , and PASS for Placement appears to be another avenue to embed this most important of graduate attributes.
Universities need to offer a variety of opportunities to ensure well-rounded student experiences and to build capabilities that support advanced graduate attributes (McKinstry & Fortune, 2014) and Gray et al. (2012) argue that these 'other' experiences are viewed favourably by future employers. This study supports Skalicky and Caney (2010) that leading a PASS group can promote transferrable skills relevant to future professional practice and employment. It also provides an aspirational pathway for students as recognised by one of the participants. Universities promote leadership ability as a graduate attribute and PAL can be a source of such development.
Worldwide there is evidence of a growing interest in the development of clinicians as educators (Cantillon, D'Eath, De Grave & Dornan, 2016; Ross & Cameron, 2007; Williams et al., 2014) . Although occupational therapy still appears to be focused on the term clinical 'supervisors' (Martin, Kumar, Lizarondo & Tyack, 2016) , increased opportunities for students to graduate with some teaching or educational skills may prompt a re-defining of this role as one that is inherently educational in nature.
Typically, PASS programmes are led by students who are academically successful (Dawson et al., 2014) ; however, PASS for Placement set out to identify students who may not always have performed well in placement but had good reflective abilities in relation to overcoming previous difficulties, and insights into the professional growth that emerges from such experiences. This approach to student leader recruitment has not been previously reported. Given the assessment of practice education (as either satisfactory or unsatisfactory) in the majority of Australian occupational therapy programmes using the SPEF-R (Turpin, Fitzgerald & Rodger, 2011) , it is difficult to transparently and objectively identify high-performing students in relation to practice education. The recruitment approach used in PASS for Placement is one response to this dilemma.
PASS programmes also raise the issue of academic concern about content. The literature is clear that sessions need to be student centred and student led, with this aspect proving popular with participants in this study. However, the challenge is to maintain this focus while still ensuring the 'teaching' remains consistent with the overall philosophy and focus of the academic programme (Longfellow et al., 2008) . This tension must be well managed, but may be less of an issue for programmes such as PASS for Placement, which is not designed to replace other teaching and learning opportunities or make up for increased staff and student ratios as suggested by da Silva and Auburn (2009). However, academic staff need to be confident that the messages given by student leaders are consistent with good practice in relation to practice education. With a member of the academic team maintaining close contact and collaboration with the student leaders, this concern can largely be addressed to ensure optimal buy-in from colleagues (Ross & Cameron, 2007) . Although PASS for Placement is a novel and ground-breaking implementation of PASS, the study revealed its value to participants and students leaders that is in line with previous studies of more traditional PASS programmes, providing valuable support to students that was complementary and additional to academic-related practice education activities in a similar manner to that also described by Cusick et al. (2015) for Honours students.
Strengths and limitations
This study did not attempt to investigate the academic or practice education backgrounds of students who attended PASS for Placement and is therefore unable to determine if the programme was used by students who 'needed it the most' or by higher achieving students who wanted to further extend their confidence and skills (Wingate, 2006) . Neither did it undertake longitudinal study to determine if PASS for Placement made a difference in practice education performance for participating students. Further study could provide valuable insights into this aspect of the programme as would a larger sample size where the experiences of students at different year levels could be considered and analysed separately with regard to pre-placement readiness. It is also recognised that the self-selection of students to participate in the study is a limitation.
A further limitation of this study is that it did not explore the attitudes and experiences of academic or other staff who supported the programme, or did it attempt to explore the attitudes or experiences of students who chose not to participate in PASS. Such research in the future could offer valuable insights into the barriers and facilitators to implementing an effective programme-wide approach to PASS.
Conclusion
This study aimed to explore the experiences of occupational therapy students of an innovative PASS programme, including their perception of its impact on learning and preparation for practice education. The findings indicated a range of positive experiences and outcomes, which supports the idea that similar initiatives could be relevant for other health disciplines where external accreditation requires minimal, mandatory practice education hours. However, the findings also identified that encouraging students most at risk of poor placement experiences to attend and to contribute positively to the programme remains a challenge.
da Silva and Auburn (2009) argue that in an increasingly diverse, complex and busy higher education environment, there is pressure on academic staff to provide sufficient formative feedback to students and that PASS leaders can fill a part of this void. The authors would strongly argue that this is not the appropriate basis for PASS for Placement, as the programme does not aim to replace expert teaching, nor does it aim to contribute to the contentious issue of counting 1000 practice education hours, but instead provides a parallel and complementary opportunity for student learning and development within the range of academic, university-based student supports and services.
The academic support for PASS is resource intensive (Hammond et al., 2010) , and offering a programme across all year levels presents significant timetabling challenges which can be partly addressed by offering several alternative times during the week. Choosing two student leaders from third and fourth year, respectively, also allows for succession planning each year, whereas identifying suitable students on the basis of their reflective skills offers an alternative approach to PAL recruitment which has not been previously reported. Further work needs to be undertaken to identify its implementation and feasibility in the long term in occupational therapy education and more broadly in other disciplines where work-integrated learning is a requirement.
This study provides preliminary evidence about the value of PASS for Placement, and its potential to develop beyond just preparation for practice education into the promotion of student collegiality and critical reflection, which are lifelong learning skills. The programme also provides opportunities for leadership and teaching that are a valuable asset in graduates' career development. This study addresses a clear gap both in current practice and research. Similar to Cusick et al. (2015) this study describes the application of a proven intervention in a new and innovative way, except that in this case, it has been used to develop the practice education skills of occupational therapy students. With further investigation of its feasibility, it could be adopted beyond occupational therapy education to other disciplines beyond health, where work-integrated learning is embedded within the curriculum.
Key points for occupational therapy
The implications for occupational therapy practice are that this study:
• Shares a new and innovative application of PASS relevant to occupational therapy and other disciplines; • Provides an important contribution to understanding the student experience when preparing for workintegrated learning and • Demonstrates the value of peer learning in placement preparation for both participants and peer leaders.
